Every way of thinking is both premised on and generative of a way of naming that reflects particular underlying convictions. Over the last fifteen years, a way of thinking has reemerged that strives to reposition school students in educational research and reform.
the complexities of individuals' subjectivities, of context, and of relations of power and domination.
This critical analysis of "voice" as it applies to the teaching of writing throws into relief what is both potentially useful and potentially problematic about the term for signaling the range of commitments and approaches that have gathered under "student voice" in educational research and reform. Specifically, Kamler's argument for the reason not to use voice as a metaphor in writing both supports some of the reasons why not to use the term in discussions of educational research and reform and one of the reasons to use it: the connection between voice and person, between voice and body. Although Kamler's and others' warnings against particular understandings and uses of voice are valid-warnings about constructing voice as equal to an individual, as single and uncomplicated, as given rather than constructed in relationshipbecause student voice work in educational research and reform is still about bodily presence and participation, as well as, sometimes, about written texts, it is worth considering retaining as well as critiquing the term.
Kamler's review of critical perspectives on the use of voice in teaching writing echoes many of the points I raised in my review of various efforts in the United States to authorize students' perspectives on school (Cook-Sather, 2002b) . At that time, I framed my argument for student voice in positive terms, suggesting that in our research and teaching we build on the following: century-old constructivist approaches to education, which argue that students need to be authors of their own understanding and assessors of their own learning; the commitment of critical pedagogy to redistribute power not only within the classroom, between teacher and students, but also in society at large; postmodern feminist critiques of the workings and reworkings of power, taking small steps toward changing oppressive practices but also continually questioning our motives and practices in taking these steps; educational researchers' efforts to include student voices in larger conversations about educational policy and practice; social critics' efforts to illuminate what is happening and what could be happening within classrooms in ways that the wider public can hear and take seriously; and finally, the commitment of a small but growing constituency that advocates including students', as well as adults', frames of reference in conversations about educational policy and practice. At this point, I use Kamler's and my own arguments as a starting point to review the positive and the negative aspects of Curriculum Inquiry 36, 4 (Winter 2006), "Student Voice" -p. 8 "student voice" as they are articulated in the research literature and as I see them. This review highlights from a different angle the cultural shift necessary for and repositioning of students in educational research and reform.
Positive Aspects of "Student Voice"
Like advocates of voice in writing who are looking for student engagement, advocates of student voice in educational research and reform embrace the term because speaking does generally signal presence, involvement, and commitment. Whether expressing support or dissent, affirming existing ideas or proposing others, a student voice speaking alone or in dialogue always signals some kind of engagement (again, what kind is not as easy to discern).
The positive aspects of student voice identified in the research literature highlight how student presence and involvement within conversations and efforts that have traditionally been the purview of adults has the potential to effect a cultural shift in educational research and reform.
One of the most profound, positive aspects of the term-and one of the clearest indicators of the beginning of a cultural shift-is its insistence on altering dominant power imbalances between adults and young people. In Oldfather's words, "Learning from student voices…requires major shifts on the part of teachers, students, and researchers in relationships and in ways of thinking and feeling about the issues of knowledge, language, power, and self" (1995, p. 87) . Such a shift requires those of us currently in positions of power to confront "the power dynamics inside and outside our classrooms [that make] democratic dialogue impossible" (Ellsworth, 1992, p. 107) and to strive to use our power "in an attempt (that might not be successful) to help others exercise power" (Gore, 1992, p. 59) .
Changing the power dynamics between adults and young people within and beyond classrooms creates the possibility for students to embrace "the political potential of speaking out on their own behalf" (Lewis, 1993, p. 44) and, beyond taking their place "in whatever discourse is essential to action," being afforded the right to have their part matter (Heilbrun, 1988, p. 18) .
When students speak out on their own behalf, and when what they say matters-indeed, shapes action-student voice becomes "the initiating force in an enquiry process which invites teachers' involvement as facilitating and enabling partners in learning" (Fielding, 2004b , p. 201) rather Curriculum Inquiry 36, 4 (Winter 2006 "Student Voice" -p. 9 than keeping students in the role of recipient or victim of teachers' (and administrators' and policymakers') decision-making processes.
These shifts in power dynamics between adults and young people and in roles for students are both prerequisites and results of the key premises and practices of student voice work that I explore in detail in subsequent sections, but I want also to mention each of these positive aspects here. As Heilbrun's (1988) point throws into relief, taking one's place in the discourse that is essential to action is only significant if one also is afforded the right to have one's part matter. Thus, another positive aspect of student voice work is that it acknowledges and argues for students' rights as active participants-as citizens-in school and beyond it. As Rudduck (forthcoming) explains, it was this concern about students' rights that "sparked a new student voice movement." Both Rudduck and Thomson (forthcoming) argue that the rights of students to have a voice is connected to citizenship education, and citing Wyn (1995), Thomson argues that young people are in fact already citizens "whose rights to participate in decisions that affect them are daily violated in schools." Likewise, Pollard, Thiessen, and Filer (1997) , in prefacing their edited collection of chapters focused on student voice work in Canada, the UK, and the U.S., claim that "children are citizens who arguably have as much right to consideration as any other individual" (p. 2).
Another positive aspect of "student voice" connected to one of the key terms I explore in a subsequent section is that it facilitates students feeling "respected and engaged in the classroom" (What Kids Can Do, 2003, p. 6) . Such respect promotes more constructive participation; it creates relationships within which teachers and students can communicate with and learn from one another. Discussing why better communication among teachers and students at his urban public high school might make students less likely to cut class, Maurice Baxter, an African-American senior, explains: "You can't have good communication without respect. If I don't respect you, we can't communicate" (Sanon et al., 2001) . Lawrence-Lightfoot highlights the teacher's role in this dynamic: "Respect: To get it, you must give it" (2000, p. 22; see also Cook-Sather, 2002a) . The centrality of respect for students as knowers and actors is another positive aspect of the term that contributes to the possibility of a cultural shift in educational research and reform.
Curriculum Inquiry 36, 4 (Winter 2006), 359-390 "Student Voice" -p. 10 A final positive aspect of "student voice," which is closely connected to each of the previous aspects I have discussed, is that it insists that if students speak, adults must listen.
Constructivist, critical, multicultural, and anti-racist pedagogies emphasize the importance of listening, arguing that teachers can improve their practice by listening closely to what students have to say about their learning (Commeyras, 1995; Dahl; Duckworth, 1987; Heshusius; Johnston & Nicholls, 1995; Lincoln, 1995; Rodgers, 2006; Schultz, 2003) , that listening to students and building teaching around themes that are relevant to and that emerge from students' own lives can be transformative both personally and politically (Freire, 1990; McLaren, 1989; Shor, 1987 Shor, , 1992 , and that listening to students can counter discriminatory and exclusionary tendencies in education (Banks, 1996; hooks; Ladson-Billings, 1994; Nieto, 2000) . Such arguments suggest that school reform efforts focus on creating a listening culture and that educational research strive to redefine listening (Cook-Sather, forthcoming; Mitra, forthcoming; Thorkildsen, forthcoming).
Negative Aspects of "Student Voice"
The negative aspects of student voice identified in the research literature highlight how student presence and involvement within conversations and efforts that have traditionally been the purview of adults can work against the cultural shift in educational research and reform for which advocates argue.
One such negative aspect of the term is its seeming monolithic quality-that there is a single student voice (Lodge, personal communication) . Like feminists who warn against "claims to universal truths and…assumptions of a collective experience of oppression" (Weiler, 1991, p. 450) , those who assert the importance of student voice as a uniform and united entity run the risk of overlooking essential differences among students, their perspectives, and their needs. It is hard work not to reduce students' comments and insights to any "single, uniform and invariable experience" (Silva & Rubin, 2003, p. 2) . It is also hard work to avoid making the mistake of "uncritically 'essentialising' [student] experiences by assuming that they are free to represent their own interests transparently (Spivak, 1988 )" (Cruddas, 2001 Raider-Roth, 2005) .
A concern among some advocates of student voice work regards the possibility that the oversimplification of the issues involved in changing school culture to make it more responsive Curriculum Inquiry 36, 4 (Winter 2006), 359-390 "Student Voice" -p. 11 to students will lead to tokenism, manipulation, and practices not matching rhetoric (Atweh & Burton, 1995; Fielding, 2004a and 2004b; Holdsworth, 2000 Holdsworth, , 1986 Lodge, 2005; Thomson & Gunter, 2005) . There is the potential, some theorists warn, for efforts that are "benign but condescending" or "cynical and manipulative" (Fielding, 2004b, p. 200) , that keep students passive, their voices "only audible through the products of past performance" (Fielding, 2004b, p. 201) .
There is also the danger of indulgence that ultimately leads to dismissal, a result of a romantic view of children. As Pollard, Thiessen, and Filer (1997) put it, the "aren't they sweet" attitude "reflects the patronage of adults, but it does not contribute to understanding or analysis of the issues and concerns which are of importance to pupils" (p. 2). An equally demeaning form of attention to student voices is seeing them as decorations. As Fine and her colleagues (forthcoming) explain, their email inboxes are "a virtual catalogue of invitations [from researchers, publishers, and policy makers] to 'gather student voices' as if they were Christmas tree decorations on an already pre-determined reform 'for their own good.'" Furthermore, there is the danger of even well-intentioned student voice initiatives: Some efforts to "increase student voice and participation can actually reinforce a hierarchy of power and privilege among students and undermine attempted reforms" (Silva, 2001 , p. 98). Orner (1992 cautions against this tendency in general, warning that calls for student voice as a central component of student empowerment perpetuate "relations of domination in the name of liberation" because they do not sufficiently consider the intersection of identity, language, context, and power that inform all pedagogical relations (p. 75).
Another potentially negative aspect of student voice work is that it presents challenges that some may not be willing to face, particularly listening to things we don't want to hear. It is very difficult to learn from voices we don't want to hear (Bragg, 2001; Johnston & Nicholls, 1995) and to learn to hear the voices we don't know how to hear: "'Traditional epistemologies and methods grounded in white androcentric concerns, and rooted in values which are understood to be inimical to the interest of the silenced, will fail to capture the voices needed'" (Lincoln quoted in Fielding, 2004a, p. 299) . On the other hand, it is a challenge to create a climate that is "sufficiently politically conscious and critical" and that allows us to "resist the Curriculum Inquiry 36, 4 (Winter 2006), 359-390 "Student Voice" -p. 12 temptation to glamorize student voices" because they "are likely to be deeply imbued with status quo values" (Shor cited in O'Loughlin, 1995, p. 112 ).
Yet another set of negative aspects concerns the use of student voice against teachers and students. In England, where student voice efforts are, arguably, most widely institutionalized because they are mandated by the government, the inspection process of the Office for Standards in Education (OFSTED) takes account of what students say but then sometimes uses this evidence to criticize (or praise) teachers. In addition, OFSTED has been known to exhort students to "face up to their responsibilities," alongside teachers, to improve their schools.
Related to this use of students' voices against them are cases in which selected students have taken part in formulating school rules in school council, and the student body is then faced with a kind of moral message about keeping to the rules on the grounds that their representatives formulated them. These practices seem to invoke student voice to control both teachers and students rather than respect and honor the community of the school (Lodge, personal communication) .
Using the term "voice" to represent a repositioning of students in educational research and reform also runs the risk of denying the potential power of silence and resistance. Silence can be powerful-a withholding of assent, a political act. Silence can mean that a voice is not speaking because it is not worthwhile or safe to speak-out of knowledge of one's inability in a particular situation to transform silence into action (Lorde, 1984) . It can also be an informed choice after attempting to speak and not being heard. An African-American male describes his perception of his own "voice" and voices like his, as well as voices unlike his: "We got squeaky wheels and flat tires.…Some smooth white walls rollin' their way right to college, gettin' oil all the way. And then the rest of us…flat tires! Bumpin' on down the road, making all sorts of crude noises. Probably fall off real soon anyway. Ain't worth the grease" (quoted in Silva, 2001, p. 95) .
While the kind of silence that can result from fear, resistance, or resignation should be of concern, silence can also be full and resonant-the silence that falls "at the end / of a night through which two people / have talked till dawn" (Rich, 1984) . Regardless of how silence is interpreted and addressed, it is an essential consideration in discussions of voice (Hadfield & Haw, 2001; Stevenson & Ellsworth, 1993) . 
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Premises Underlying Student Voice Work
The shifts in power relations, dynamics of participation, and models of action that student voice work calls for suggest that the term evokes and strives to change very basic yet contested social principles: rules and relationships and the role of the individual within the parameters of those. Two words-"rights" and "respect"-that appear repeatedly across publications focused on student voice efforts point to underlying premises upon which those efforts rest. The first of these words is foundational to the convictions of any nation that considers itself participatory. In both its more institutionalized and its more idiosyncratic iterations, the assertion of students' rights is a call for a cultural shift away from an adult-centric, infantilizing, and disempowering set of attitudes and practices and toward a culture that supports students as among those with the right to take their place "in whatever discourse is essential to action" and the right to have their part matter (Heilbrun, 1988, p. 18) .
Rights
Although widely evoked in publications focused on student voice work, "rights" is a word not clearly defined, like many words that come to stand for guiding premises. It is also, tellingly, not a word that students use with any frequency about their experiences. It appeals to higher ethical and moral principles such as justice and equity and, ostensibly, suggests a certain inalienable quality. There is an inherent contradiction in such appeals, however, in that particular groups of people designate and remove their own and others' rights repeatedly over time, and it is in part this contradiction that raises questions for those who wonder about the Curriculum Inquiry 36, 4 (Winter 2006), 359-390 "Student Voice" -p. 14 potential dangers and drawbacks of the term "student voice."
In the U.K., several discussions of rights point to international resolutions and national mandates that have been taken up and embodied in particular ways by researchers and reformers.
Focusing on an international resolution passed in 1989, Lodge (2005) explains: "Among other things [the United Nations Convention on the Rights of the Child] gives young people the right to express views freely on all matters affecting them, to be heard directly or through a representative during proceedings that affect them, and that their views are given due weight, according to their age and ability." also took the United Nations' Convention of the Rights of the Child as a benchmark. She entitled the first section of her book Children in Charge "The Right to Be Heard," and she opens the chapter called "Voicing: Research and Practice with the 'Silenced'" by claiming the focus of the book to be on "children's thoughts, how we access them, how we act on them and how we honor the thinking and the thinker in our research, interventions and relationships with children" (p. 3).
National frameworks also serve as reference points for students' right to have their voices
heard. Examples of such frameworks include England's Department of Education and Skills [DfES] consultation paper Working Together: Giving Children and Young People a Say [2003] or the Office for Standards in Education [OfSTED] framework Evaluating Educational Inclusion
[2000]), which are meant to guide educational practices that are responses to international resolutions and which explicitly assert the "rights of children and young people to have a voice and an active role in decision making and planning in education" (Cruddas & Haddock, 2003, p. to bring 'pupil voice' into the policy conversation as a means of achieving school improvement and higher standards of attainment, rather than as a matter of the UN convention, citizenship and rights" (Thomson & Gunter, 2005) . A focus on outcomes in the U.S. is certainly more in keeping with the implementation of No Child Left Behind, for which the criterion for success is particular scores on standardized tests, where not a student voice is heard. Indeed, some critics in the U.S.
argue that legislation and the dominant ideology overall is set on systematically not only forcing students into complicity with and obedience to the standardized test but also "stupidifying" students-rendering them incapable of thought, critical reflection, or action (Kincheloe, forthcoming).
While larger policy frames exist across contexts, some educators do not evoke them and base their work on more individual assertions of young people's rights. Writing in England, MacBeath and his colleagues assert simply: "Young people have a right to be heard" (2003, p. 2). Writing in Chile, Prieto (2001) assumes a similar stance, arguing that underlying her research was a strong belief "in the right and necessity of students speaking for themselves" (p. 88). And writing in Canada, reflecting across a variety of student voice initiatives, Thiessen (1997) suggests that acting on behalf of pupils' perspectives is an approach embraced by "defenders of Although "rights" is not always as explicitly defined as it might be, it is clear that the term signals a premise underlying much current student voice work. Levin (2000) argues that, "Thirty years ago we missed the opportunity to use new ideas about students' rights and roles as a way to build stronger and better schools. The opportunity to do so may now be with us again"-as a discourse of rights emerges in connection with a resurgence of interest in student voice work.
Respect
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Reach me with more than words from textbooks-but words from the soul and the mind connected to the heart. What got you to teach me? Wasn't it to reach me? . . . Relate to me, debate with me, respect me. Stop neglecting me.
- Strucker et al., 2001, p. 162 Although the term "respect" has come to mean many different things to different people, and it has been adopted into the popular culture to mean something quite superficial that has little to do with empathy, understanding, and genuine moral connection with others, it is, nevertheless, ubiquitous in discussions of student voice work and thus warrants exploration. While it is important to keep in mind the disparity among meanings and the potential for misunderstandings among us as we explore the term, there is no denying the power of expressions such as that of the student quoted above. The call for respect from students is loud and clear.
As with the term "rights," the term "respect" is also sometimes linked to larger resolutions in discussions of student voice efforts: "The UN Convention on the Rights of the Child (ratified by the UK in 1991) and Children Act of 1989 both signaled an increased concern for children's welfare and respect for listening to children's views" (Kirby, 2001, p. 76) . Other times, the word appears in more local, although far-reaching, calls for profound shifts in ways of thinking without the impetus of higher resolutions: "[We need] a fundamental shift in the dominant epistemology in our society and our schools to one based on trusting, listening to, and respecting the minds of all participants in schooling" (Oldfather et al., 1999, p. 313) . Similarly, Levin (1994) has argued that, "If we take seriously the idea that students are people, we must respect their ideas, opinions, and desires" (p. 97). Rudduck (2002) also suggests that, "Among the 'conditions of learning' in school that students identify [i.e., conditions they need in order to learn] are respect, responsibility, challenge, and support" (p. 123). And Rudduck and Demetriou (2003) found that out of 15,000 students who responded to a survey in a national newspaper in England that asked them to describe the kind of school they would like, the seventh most popular response was "a respectful school" (p. 277).
Some researchers not only evoke but also define respect as a basic premise underlying efforts to reposition students in processes of education and in research on schools. Goldman and Newman (1998) suggest that, "Respect listens to divergent opinions and looks for the merits they possess" (p. 9). Rudduck and Flutter (2004) contend that evidence they gathered, "from diverse school settings, suggests that pupils who are involved in school and who feel they are respected as individuals and as an institutional and social group are likely to feel a greater sense of respect and belonging, and are less likely to disengage from a school's purposes" (p. 107; see also Flutter & Rudduck, 2004; Mitra, 2004, p. 662; Rudduck, 2002, p. 123) . Discussing the work they have done in U.K. schools, MacBeath and his colleagues (2003) emphasize the importance of "a working relationship with pupils that is marked by openness, respect, trust" (p. 3). And Crane contends that research that provides the student body with "an opportunity to express their opinion, in the knowledge that it would be taken seriously… creates an ethos of respect" (p. 54).
Writing about a specific kind of student voice effort-the development of active citizenship through particular community projects in Australia-Thomson (forthcoming) cites Watts' claim that "agency is about being listened to and treated with dignity, respect and mutuality," and she quotes the teacher involved in the projects she studied as saying:
" [Relationships] between teacher and student need to have boundaries set by mutual respect."
Echoing the assertion that voice is representative of presence, participation, and power either of individuals or of a collective, MacBeath (2003) and his colleagues assert that, "Being consulted can help pupils feel that they are respected as individuals and as a body within the school" (p. 1). Levin (2000) cites both psychologists and educators to support his argument that students want and need respect. He suggests that we must "make it normal, even expected, that students would have a reasoned, informed and respected voice in school decisions." Fine at al.
(forthcoming) have "spoken with, surveyed, collaborated with and witnessed the performances 1. Standards and improvement discourse Rights discourse a. Consulting pupils 1.a Students can, if teachers choose, provide information for local interpretation of national policy. This is desirable because it is likely to lead to more effective change 2.a Students have a right to be involved in locally determined activities with/against policy. They can expect suggestions they make to be heard and acted on b. Pupils and school self evaluation 1.b Students can, if teachers choose, be involved in local interpretation with/against national policy. This is desirable because it is likely to lead to more effective change 2.b Students have a right to be involved in locally determined activities with/against policy. They can expect suggestions they make to be heard and acted on c. Pupils as researchers 1.c Students can, if teachers choose, be involved in local activity for local interpretation with/against national policy. This is desirable because it is likely to lead to more effective change 2.c Students have a right to determine the nature, scope and conduct of research they do, and to be involved in making recommendations and be involved in their implementation These different typologies point to various versions of listening: listening as a gesture, listening to change adult-driven practices, listening to be guided by students' ideas of what needs to change. As I discuss next, individual researchers', teachers', and students' experiences of listening also point to the multiple meanings of the term.
Focusing at the classroom level, McLaughlin et al. (1999) contend that children "want to be listened to and value it enormously and many teachers still want to listen primarily to the child's voice" (p. 100). Teachers who choose to listen to students within the classroom are concerned with "pupils' own perspectives on classroom teaching and learning" (Arnot et al., 2004, p. 3; see also Fielding, 2004b; MacBeath et al., 2003; Postlethwaite & Haggerty, 2002; Shultz & Cook-Sather, 2001 ). As Lincoln (1995) put it, among the skills of a good teacher are "the ability to 'hear' well and deeply, or simply to listen" (p. 95). Ballenger (forthcoming) provides an example of such listening when she looks closely at the "puzzling" of two immigrant fourth-grade students within a classroom built on principles of exploration and critical inquiry; she writes, "This was a curriculum and a classroom and a way of listening that valued diversity in 'ways with words' and expected that puzzling children were making sense." Discussing the claim of a teacher who questioned a particular student voice effort in her school because "she already listens to children," Bragg suggests that, "Many primary school teachers' identity is founded on concepts from child-centred or progressive pedagogies in which they see themselves as deeply engaged in children's worlds. This is very different, however, from the kind of listening…where in effect, the kinds of questions to be asked, and the range of 'voices' children can use, shifts significantly."
The importance of listening is also asserted in realms that include but reach beyond the classroom-in schools at large, in publications, in planning for the future, and in developing thinking about education. McPhail, Kirk, and Eley (2003) of those voices-presented student voices to a wide audience. Pollard, Thiessen, and Filer (1997) assert that, "Listening to pupil voices should not be seen as a sentimental or romantic option, but as a serious contribution to educational thinking and development" (p. 5). Finally, discussing the commitment made by nations that have ratified the Convention on the Rights of the Child, John (1996) explains that not only have such nations committed themselves to protect and care for children, they have also "committed themselves to listening to children" (p. 3, emphasis in original), by which she means that adults can no longer make assumptions about what children should or do think and instead "children's own views and voices have to be heard and taken into account" (p. 4, emphasis in original). Students around the world verify these assertions and articulate the power of being listened to, whatever that means to them. Oliver, a student at Wheatcroft Primary School in Hertford, England, says: "'Pupils feel better by knowing that teachers will listen to them.'" Another student at the same school, Charlotte, says: "'I think that listening to children is vital so 
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